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Diversity in Teacher Education Programs:  
A Practical Look at the NCATE Guidelines on Standard 4
Ernest M. Barnett, Langston University, &
Alisha Caesar, Coyle Public Schools
Abstract
The purpose of this paper is to show the importance of diversity in teacher education 
programs and the external drives for achieving diversity in teacher education programs. 
The paper will also focus on the National Council for Accreditation of Teacher Education 
(NCATE) Unit Standard on diversity, which requires institutions to ensure that future 
educators have the knowledge, skills, and dispositions to work successfully with students 
from diverse backgrounds.  
The paper will also address critical questions such as: How does a program go about 
meeting the NCATE Unit Standard on diversity? How do institutions ensure that future 
educators have the knowledge, skills, and disposition to work successfully with students 
from diverse backgrounds? Is it enough for institutions to hire diverse faculty? Is it 
enough to place candidates in urban classrooms that present student diversity? How does 
my institutional history and mission address diversity? Why is addressing diversity at 
historically black universities and colleges and other universities necessary and challenging?
One of the most external drives for achieving diversity in teacher education 
programs is the accreditation process. Accrediting agencies such as the NCATE have 
increasingly emphasized the importance of diversity, demanding evidence in assessment 
data related to the incorporation of diversity in teacher education programs and 
practices. Accreditation processes in teacher education programs have helped foster 
increased awareness of the importance of a systemic approach to diversity in relation to 
institutional mission, programs, strategic goals, and practices. 
All teacher education candidates need a stronger background in dealing with diverse 
learners and students with disabilities. Teacher candidates, more than any others, must 
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be sensitive to and conscious of the potentiality of all their students regardless of race, 
nationality, ethnic background, religion, language, disability, gender, or physical condition. 
This paper shows an example of how two educators, one in public school practice 
and one in university practice, built a scholarly partnership and used it to show the 
importance of diversity in teacher education programs. Alisha Caesar (coauthor) is an 
elementary school teacher at Coyle Public School in Coyle, Okla. Caesar is one of our 
cooperating teachers or clinical faculty that work with our candidates during their initial 
field experience and clinical experiences.
Literature Review
The NCATE standards embody best practices in teacher education, as delineated by 
current research in the field. According to Grossman et al. (1989), the standards first 
emphasize the significance of discipline-specific, pedagogical, and pedagogical content 
knowledge. They are performance-based, thus increasing the significance of process and 
results, not process alone. Cockrell et al. (1999) stated that the standards elevate the role 
of assessment data in program improvement and promote increased accountability for 
teacher candidate learning. The standards require systemic assessment, which encourages 
more attention to program design, increased faculty collaboration, and greater alignment 
within and between programs (Glaser & Silver, 1994).
Theory and research suggest that teacher education programs should facilitate 
teachers’ understanding of their beliefs about race, class, culture, and other human 
diversities (Cockrell et all., 1999; Ladson-Bilings, 1991). Many students enter teacher 
preparation programs with a thin base of knowledge relative to their own and other 
cultural histories and value systems (Cockrell et al., 1999; Dufrene, 1991).
According to Slavin (1993), students differ in performance level, learning rate, and 
learning style. They differ in ethnicity, culture, social class, and home language. They 
differ in gender. Some have disabilities, and some are gifted or talented in one or more 
areas. These and other differences can have important implications for instruction, 
curriculum, and school policies and practices. The concept of learning style has at least 
three implications for teachers. First, it reminds us of the need to vary instruction, 
since no instructional strategy will be preferred by all students (Brophy, 2004). Second, 
it suggests that we should help students understand how they learn most effectively. 
Third, awareness of learning style can increase our sensitivity to differences in our 
students, making it more likely that we respond to our students as individuals. Students’ 
socioeconomic status (SES) — the combination of parents’ income, occupation, and level 
of education that describes relative standing in society — is one of the most powerful 
factors influencing student achievement (Eggen & Kauchak, 2007). SES consistently 
predicts intelligence and achievement test scores, grades, truancy, and dropout and 
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suspension rates (J. P. Byrnes, 2003; Macionis, 2006). It has its most powerful influence 
at the lower income levels. For example, low-SES fourth graders are more than twice 
likely as their higher-SES peers to fall below basic level of reading, they are only about 
one third as likely to achieve at a level described as proficient, and dropout rates for 
students from the poorest families exceed 50 percent (Allington & McGill-Franzen, 
2003). Students from families in the highest income quartile are two times more likely to 
enroll in college and eight times more likely to graduate than their low-SES peers (Levine 
& Nediffer, 1996; B. Young & Smith, 1999).
Curriculum can also be presented in a dynamic manner, in a way that is appropriate 
for each learner, in a model referred to as differentiated instruction (Gartin, Murdick, 
Imbeam, & Perner, 2002; Tomlinson, 2003, 2004). Differentiated instruction is an 
approach to teaching that adapts the content, level, pace, and products of instruction 
to accommodate the different needs of diverse students in regular classes. It is based 
upon the idea that all learners do not necessarily learn in the same way and refers to the 
practice of ensuring that each learner receives the methods and materials most suitable 
for that particular learner at that particular place in the curriculum. 
In some schools, many students come from backgrounds where the primary language 
of the home is not English. This has implications for instruction and lesson planning. 
Although these students may be able to understand the content of the lessons, the teacher 
may need to vary the delivery of the content in order to make it comprehensible to them 
(Eby, Herrell, & Jordan, 2006). Likewise, in every class for almost every assignment, 
there are likely to be students who have great difficulty achieving the objective of the 
lesson. They are not likely to succeed unless the teacher modifies the initial lesson plan 
to provide them with individual or small group lessons to reteach the skills they lack. For 
some students to achieve successful growth of skills and understanding, the teacher must 
be willing to alter the pace of the lessons, the difficulty of the material, and the criteria 
for success (Eby, Herrel, & Jordan, 2006).
Classroom interaction between teachers and students constitutes the major parts of 
the educational process for most students (Eby, Herrel, & Jordan, 2006). Increasingly, 
the quantity and quality of interaction between teachers and students are regarded as 
critical aspects of classroom life. The way the teacher interacts with the students is a 
major determinant of the quality of education he/she receives. To achieve excellence, 
teachers must believe in their ability to reach all of their students, to create learning 
environments in which all students feel that the acquisition of knowledge is an equal-
opportunity process (Webb, 1983).
Teachers often say that all children are the same, that children all have the same basic 
needs regardless of their cultural backgrounds, and that teachers treat all children the 
same. It is true that all humans have the same basic physical and emotional needs, but 
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in denying the importance of cultural differences, we basically deny the individuality 
of each of our students as well. People are the products of their cultural groups, and in 
a society as culturally diverse as that of the United States, educators need to recognize 
differences in the ways children are socialized (Jones, T. & Fuller, M., 2003).
According to Jones and Fuller (2003), in 2000 the composition of the teaching force 
in the United States was 87 percent white and middle class and 74 percent female. This 
is not likely to change in the next millennium, as racial and ethnic minorities are not 
entering the teaching profession at a rate that approximates the student populations. 
In fact, the numbers of minority teachers are declining each year. In the 1970s and 
1980s, following the Civil Rights Movement, there was a short period of increase in the 
numbers of racial/ethnic minority teachers, but in the 1990s there were fewer minorities 
going into teaching.
The second aspect of public schools to consider is the composition of the student 
population. This population is increasingly nonwhite, from racial and ethnic minority 
groups. Of the 51 million students in U.S. schools in 1997, 35 percent were from 
minority groups, and by 2000, that number rose to 40 percent. In urban areas and 
certain regions, racial and ethnic minorities make up the majority of student populations. 
In all the largest cities, racial and ethnic minorities are the majority student populations. 
Clearly, the composition of the teaching force differs dramatically from the composition 
of the student population (Jones & Fuller 2003).
The most important fact about public schools in the United States is that, for the most 
part, teachers and Hispanic or other racial and ethnic minority groups are not making a 
successful connection in U.S. public schools. Although there are individual exceptions, 
Hispanic and black students overall are not successful in U.S. schools. Stated another 
way, public schools are failing to educate Hispanic and black students. There is a tragic 
disconnect between two critical groups in the educational enterprise — the teaching force 
and Hispanic student populations. In schools that are predominantly Hispanic and in 
schools where there are only a few, the disconnect seems pervasive, as indicated by the 
dropout rates and academic underachievement of Hispanic students overall.
How does a program go about meeting the NCATE Unit Standard on diversity?
There are several ways a program can go about meeting the NCATE Unit Standard on 
diversity at the initial level and the advanced level. First of all, the unit should have a 
conceptual framework. The conceptual framework(s) establishes the shared vision for 
a unit’s efforts in preparing educators to work effectively in P–12 schools. It provides 
direction for programs, courses, teaching, candidate performance, scholarship, service, 
and unit accountability. The framework should be consistent with the mission of both the 
university and unit. The conceptual framework should strive to challenge candidates to 
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acquire and develop the knowledge, skills, and dispositions necessary to become successful 
dynamic educators who can plan, instruct, manage, communicate, and grow professionally. 
NCATE requires the college or school of education, at the initial- and advanced-level 
preparation of candidates, to clearly articulate proficiencies related to diversity that are 
identified in the conceptual framework for individuals enrolled in the programs. NCATE 
requires that the school curriculum and field experiences provide a well-grounded 
framework for understanding diversity. Individuals admitted in the programs at the initial 
and advanced level should be aware of different learning styles and adapt instruction or 
services appropriately for all students. Also, individuals enrolled in the program at the initial 
and advanced level should be able to connect lessons, instruction, or services to students’ 
experiences and cultures. They should communicate with students and families in ways that 
demonstrates sensitivity to cultural and gender differences. 
Another way a program can go about meeting the NCATE Unit Standard on 
diversity is to clearly delineate the knowledge, skills, and dispositions concerning 
diversity that are expected from candidates. All candidates must be respectful, friendly, 
and free of bias when working with students from diverse backgrounds. Candidates 
must understand and implement various teaching strategies to accommodate diverse 
populations of students. All candidates must understand other cultures and how these 
cultures can impact student learning.
The program should have required course work and experiences that enable candidates 
to work with diverse students. The unit incorporates diversity into all of its courses and 
experiences. All course syllabi are required to include an objective or a multicultural 
experience to ensure the implementation of diversity issues throughout the curriculum. 
Candidates have opportunities to explore personal values and attitudes related to ethnicity, 
exceptionalities, languages, religion, geography, race, gender, and social class differences in 
course work through field experiences, thematic units, simulations, and class discussions.
Below is a table of some courses that focus on diversity in advanced and initial programs. 
Table 1
Course Descriptions that Show Diversity at Initial and Advanced Level
Course Descriptions
ED 2212 Historical and 
Philosophical Foundations of 
American Education
Emphasizes the structure, purposes, organization, philosophy, 
and management of schools in a multiethnic society.
ED 2303 Foundations and Reading 
in the Elementary Schools
Includes discussion of theories in the context of special and 
culturally diverse populations.
ED 3153 Educational Sociology Includes multicultural education as a major emphasis.
ED 3404 Integrated Language Arts 
and Social Studies
Guides candidates through the philosophies and strategies for 




ED 3423 Integrated Mathematics 
and Sciences for Elementary Teachers 
I and II
Guides candidates through the philosophies and strategies for 
successfully teaching diverse populations.
ED 4222 Educational Psychology Emphasizes the culturally diverse nature of schooling. 
ED 4232 Instructional Strategies 
for Middle and Junior High School 
Learners
Includes strategies for effective appreciation and management.
SPED 3143 Survey of Exceptional 
Children
Examines characteristics of students who deviate from the 
normal population as a result of mental, social, physical, and 
other disabilities.
SPED 3333 Nature and 
Characteristics of the Mild and 
Moderate Disabled Learner
Focuses on the strategies and techniques used to establish an 
environment conducive for learning for students with mild and 
moderate disabilities.
SPED 3343 and 3353 Remediation 
of Content for the Mild and 
Moderate Disabled Learner I and II
Focuses on the problems of curriculum development, classroom 
instruction, and classroom organization for mild and moderately 
disabled student at the P–12 level who have deficiencies in the 
content areas, written and oral communication, and social skills.
SPED 4312 Educational Assessment 
of the Exceptional Child
Teaches assessment skills to the teacher education candidate, how to 
administer and interpret the diagnostic educational tests, and how to 
use the test data in planning and writing an individual educational 
plan/program for the mild and moderately disabled student.
SPED 4333 Curriculum for the  
Mild and Moderate Learner
Is designed to provide the teacher education candidate with 
knowledge of the general organization pattern of curriculum 
designs and modifications in the area of language arts, social 
sciences, health and safety education, and instructional 
techniques and materials used when teaching the mild and 
moderately disabled student.
SPED 4343 Behavior Management Introduces the techniques and learning theories that are 
appropriate for managing behavioral problems of students with 
special needs.
SPED 4352 Guidance of  
Exceptional Children
Introduces the principles and techniques of guidance and 
counseling and the impact of confidentiality when dealing with 
all students, including the exceptional.
Advanced Level
EDU 5113 Teaching the Culturally 
Different Student
Identifying, understanding, and challenging the culturally 
different student in the classroom and community. Emphasis 
is placed on understanding the effects of socioeconomic and 
cultural factors on the learner and the educational program.
BED 5413 Curriculum 
Development in Bilingual/
Multicultural Education
Candidates are expected to acquire, evaluate, adopt, and develop 
materials appropriate to the bilingual/multicultural classroom. 
It is also expected that candidates identify current biases and 
deficiencies in existing curriculum and in both commercial and 
teacher-prepared material of instruction.
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Course Descriptions
BED 5433 Second Language 
Learning
Understanding basic concepts regarding the nature of language. 
Candidates will identify and understand structural differences 
between the child’s first and second language, recognizing areas 
of potential interference and positive transfer.
BED 5453 Assessing and 
Interpreting Language Proficiency   
Carry out research of current assessment instruments available 
that measure language proficiency. Particular emphasis will 
be given to screening assessment, placement, and prescriptive 
procedures.
ESL 5523 Studies in Applied 
Linguistics
Focus on the application of the principles and findings of 
linguistic science to the solution of selected practical problems of 
English grammar.
ESL 5533 Methods and Material 
Used in Teaching English  
as a Second Language
Candidates will gain practical experience in the design of 
materials for English as a second language instruction.
ESL 5543 Studies in Descriptive 
Linguistics
Candidates will study language analysis, with particular emphasis 
on the synchronic description of morphology and phonology.
ESL 5553 Curriculum Development 
in English as a Second Language
Candidates are expected to acquire, evaluate, adopt, and develop 
materials appropriate to teaching English as a second Language.
ESL 5563 Teaching English as a 
Second Language
The rationale, methodologies, and techniques of teaching English 
as a second language will be identified and discussed.
EED 5313 Classroom Reading 
Diagnosis
Designed to emphasize the understanding and use of reading 
survey tests, group diagnostic ready tests, criterion referenced 
assessment programs, and appropriate teacher constructed tests.
EDU 5123 Foundations of Cross-
Cultural Practices in Human 
Development
Selected foundation aspects of human development with a 
multidisciplinary coverage on the ages and stages of human 
development.
Another way for programs to go about meeting the NCATE Unit Standard on 
diversity is for the unit and its school partners to design, implement, and evaluate field 
experiences and clinical practice so that teacher candidates and other school personnel 
develop and demonstrate the knowledge, skills, and dispositions necessary to help all 
students learn. There should be ongoing collaboration with the school partners within 
the local and regional districts that are regularly used as placement sites for candidate 
field experiences and clinical practices. The unit should have Professional Development 
Schools (PDS) — those schools whose faculty and administration participate closely 
with the unit in establishing high-quality field experiences on an ongoing basis.  
Cooperating teachers are identified based on content and teaching credentials as well 
as successful classroom experience. The director of field experiences conducts orientation 
sessions for cooperating teachers designed to provide each cooperating teacher and 
administrator with the requirements, expectations, and evaluation forms to be completed 
during each candidate’s observations. Those cooperating teachers who do not attend are 
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replaced. Policies, procedures, agreements, evaluations, and assessment forms are set forth 
as testimony to the unit’s commitment to collaboration between the unit, P–12 schools, 
cooperating teachers, supervisors, and candidates.
The percentage of professional education faculty, faculty from other units, and 
school-based faculty from different ethnic, racial, and gender groups are criteria for 
meeting the NCATE Unit Standard on diversity. NCATE requires candidates in 
conventional and distance learning programs to interact with professional education 
faculty, faculty from other units, and/or school faculty, both male and female, from 
at least two ethnic/racial groups. Faculty with whom candidates work in professional 
education classes and clinical practice have knowledge and experiences related to 
preparing candidates to work with diverse student populations. NCATE suggests that 
candidates should have ample opportunities to interact with diverse faculty. Every unit 
should allow candidates to have both formal and informal interaction with minority 
faculty on an ongoing basis. In addition to the traditional on-campus classroom and 
off-campus field experiences, the unit should provide a variety of other opportunities for 
candidates to work with diverse faculty. The university should also enrich the quality of 
life on campus and throughout the surrounding region with a variety of activities that 
celebrate diversity. 
The program should provide opportunities for candidates to interact and work 
with diverse candidates to meet the NCATE Unit Standard on diversity. Candidates 
should interact with diverse candidates through activities relating to unit course work. 
Additional interactions among diverse candidates and faculty should occur through some 
distance education courses that are available to the unit. The university and the unit 
should recognize that increasing the number of minority candidates at all levels requires 
a long-term plan to prepare and attract students at an early age in order to be eligible for 
the programs offered by the unit.  
Lastly, the program should ensure that each candidate has at least one field experience 
with P–12 students from racial groups different from their own in order to meet the 
NCATE Unit Standard on diversity. The placement sites should have economically 
disadvantaged students, a population sometimes measured by participation in the free/
reduced lunch program. 
How do institutions ensure that future educators have the knowledge, skills, and 
disposition to work successfully with students from diverse backgrounds?
All initial program areas, including elementary and early childhood, have to meet the 
80 percent pass rates with a mean Praxis II Academic Content Area passing rate above 
85 percent. Some units use the Praxis I and Praxis II exams to demonstrate basic skills 
and content knowledge. Praxis I is a benchmark for program admission, so candidates 
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admitted into the program should pass the writing, mathematics, and reading sections. In 
a similar fashion, all candidates must pass Praxis II content area exams prior to admission 
into the internship. The results of the Praxis II content area exam pass rate suggest that 
candidates are well prepared in their knowledge of content.
In other institutions the unit ensures that teacher education candidates are adequately 
prepared in content knowledge in their area of licensure. To demonstrate the acquisition 
of knowledge, candidates are required to maintain a portfolio of artifacts related to the 
candidate’s major and progress through the education program. The portfolio is a major 
component of the four benchmark points in the education program leading to licensure: 
admission to the teacher education program, admission to student teaching, completion 
of student teaching, and completion of the program. Each benchmark includes an 
assessment of content knowledge and performance of candidates and is closely monitored 
by the education department using a portfolio and another assessment tool.
Admission to the teacher education program requires a GPA of 2.75 and a copy 
of the passing scores on the Praxis I Skills Test. Candidates applying for admission to 
student teaching are required to provide a transcript that verifies a 2.75 GPA in both 
content and professional education hours.
Institutions should use a variety of other assessments and measures to determine if 
candidates have mastered the content needed for successful teaching. These measures 
include GPA, course grades in specific classes, class artifacts, standardized ratings, and 
observations during the practicum and internships. They should also conduct employer 
and alumni follow-up surveys every two years.
Content knowledge of teacher education candidates is documented through 
cooperating teacher and clinical supervisor evaluations based on a four-point scale: 
unsatisfactory, basic, proficient, and distinguished. Each candidate is evaluated by the 
cooperating teacher and by his/her clinical supervisor. A composite average of clinical 
supervisors and cooperating teachers rating the candidates in subject area knowledge 
demonstrates that candidates know their content area. Teacher education candidates 
obtain their initial understanding of pedagogy through course work and class discussions. 
This knowledge is augmented by field experiences prior to student teaching. Candidates 
gain pedagogical knowledge specific to their content areas by taking methods courses for 
the teaching area and grade level in which they plan to seek licensure. These courses are 
taught by faculty members who have licensure and teaching experience in the particular 
content area.
The dispositions expected of all candidates in the education department and in all 
institutions to work successfully with students from diverse backgrounds are dressing 
professionally, establishing positive relationships with students, demonstrating the belief 
that all students are valuable and can learn, respecting confidential information, respecting 
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and supporting all members of the school community, demonstrating equitable interactions 
with all students, and displaying a positive and enthusiastic attitude.
The key assessments that should be used to measure candidate accomplishment of these 
dispositions include the Teacher Work Sample and the Profession Portfolio. The Teacher 
Work Sample is required of all initial-level candidates. The Teacher Work Sample is a 
comprehensive assessment that evaluates a candidate’s ability to plan, deliver, and evaluate a 
lesson. One of the components of the TWS is the measure of student learning gain.
Is it enough for institutions to hire diverse faculty to meet the NCATE Unit Standard 
on diversity?
No! It is not enough for institutions to hire diverse faculty to meet the NCATE Unit 
Standard on diversity. The unit’s standards should clearly indicate a commitment to diversity 
and the belief that candidates’ experiences in this area are an integral component of all initial 
and advanced programs. Likewise all candidates should complete courses in their program 
of study specifically developed for addressing issues of diversity. They should have many 
opportunities to demonstrate an understanding of diversity in their field experiences.
The program should have required course work and experiences that enable candidates 
to work with diverse students. The unit incorporates diversity into all of its courses and 
experiences. All course syllabi are required to include an objective or a multicultural 
experience to ensure the implementation of diversity issues throughout the curriculum.
The NCATE diversity standard states: “The unit designs, implements, and evaluates 
curriculum and experiences for candidates to acquire and apply the knowledge, skills, 
and dispositions necessary to help all students learn. These experiences include working 
with diverse higher education and school faculty, diverse candidates, and diverse students 
in P–12 schools.” Not all institutions have diverse faculty. Does that mean they will 
not be able to meet the NCATE Unit Standard on diversity? No! But the institutions 
should continue to make progress in their efforts to increase faculty diversity. Faculty 
vacancies should be advertised in the Affirmative Action Register, Higheredjobs.com, Black 
Issues in Higher Education, the Chronicle of Higher Education, and Hispanic Outlook. All 
advertisements should include statements encouraging members of minority groups to 
apply. The commitment of the institution and the unit will be necessary to locate and 
hire quality minority faculty. The lack of diversity on the faculty and among candidates 
alone is not enough to recommend that the standard is not met. If other experiences are 
provided to compensate for the limited diversity and evidence shows that candidates are 
developing appropriate proficiencies related to diversity, the standard will be met with 
areas for improvement.
From my experiences working with NCATE, and from the point of view of some of my 
colleagues and faculty in other institutions, it is difficult to meet the latter three elements 
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of Standard 4 Diversity, related to the units having experience working with diverse faculty 
and diverse candidates, and ensuring fields placements in settings with diverse P–12 
students. Many of them indicated that the latter three elements of Standard 4 Diversity 
are impossible to meet because of their institution’s geographic isolation in relatively 
homogeneous settings, and their inability to attract and keep diverse faculty members 
and candidates. Some of them suggested that these elements in Standard 4 Diversity are 
unrealistic and should be eliminated. Others indicated that they would like to learn how 
other institutions address this standard.
Is it enough to place candidates in urban classrooms that present student diversity to 
meet the NCATE Unit Standard on diversity?
No! It is not enough to place candidates in urban classrooms that present student 
diversity to meet the NCATE Unit Standard on diversity. The unit and school-based 
faculty should be involved in designing, implementing, and evaluating the unit’s 
conceptual framework and the school program. The unit and its school partners should 
share expertise and integrate resources to support candidate learning. They have to jointly 
determine the specific placements of student teachers and interns for other professional 
roles to maximize the learning experience for candidates and P–12 students.  
Field experiences allow candidates to apply and reflect on their content, professional 
and pedagogical knowledge, skills, and professional dispositions in a variety of settings 
with students and adults. The field experiences and clinical practice extend the unit’s 
conceptual framework into practice through modeling by clinical faculty and well-
designed opportunities to learn through doing. During clinical practice, candidate 
learning is integrated into the school program and into teaching practice. Candidates 
observe and are observed by others. They interact with teachers, families of students, 
administrators, college or university supervisors, and other interns about their practice 
regularly and continually. They reflect on and can justify their own practice. Candidates 
should be members of the instructional teams in the school and also active participants in 
the professional decisions. They should be involved in a variety of school-based activities 
directed at the improvement of teaching and learning, such as collaborative projects with 
peers, using information technology, and engaging in service learning. Candidates should 
work collaboratively with other candidates and clinical faculty to critique and reflect on 
each others’ practice and their effects on student learning with the goal of improving 
practice. Field experiences and clinical practice facilitate candidates’ exploration of their 
knowledge, skills, and professional dispositions related to all students. Candidates should 
develop and demonstrate proficiencies that support learning by all students as shown 
in their work with students with exceptionalities and those from diverse ethnic/racial, 
linguistic, gender, and socioeconomic groups in classrooms and schools.   
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How does my institutional history and mission address diversity?
Langston University is one of 117 historically black colleges and universities (HBCUs) 
in the United States and the only one in Oklahoma. Founded as a land grant college in 
1890, Langston was established as the Colored Agricultural and Normal University by 
Oklahoma Territorial House Bill 151 and retains its land grant mission. The university 
is located in rural Logan County, north-central Oklahoma, approximately 10 miles 
northeast of Guthrie, Okla., the state’s first capitol. The purpose of the university was to 
instruct “both male and female Colored persons.” 
The mission of the university continues to be the education of African Americans 
in the arts, sciences, humanities, business, agriculture, education, nursing, and health 
professions. Langston University offers postsecondary education leading to associate, 
baccalaureate, master’s, and doctoral degree programs. As a university with an urban 
mission in a rural setting, Langston University has the challenge of educating individuals 
who will serve their communities in urban centers as well as rural communities. To fulfill 
the mission, Langston University actively recruits faculty and students who support and 
complement the purpose and functions of the university. 
Langston University provides experiences that a unit should provide in helping candidates 
develop proficiencies related to diversity. Formal and informal opportunities are provided 
for candidates to interact with unit faculty and P–12 school faculty from diverse cultures 
and backgrounds, through on-campus classroom and campus settings and off-campus field 
experiences, such as preprofessional meetings or functions such as Fifth Grade Day, Sixth 
Grade Day, High School Day, Career Awareness Day, Ira D. and Ruby Hibler Hall Endowed 
Heritage Lecture Series, attendance at professional meetings with faculty, school-to-school 
collaborations, research and writing projects, collaborative community, and service learning 
projects and through sponsorships by the local chamber of commerce and service boards 
that promote diversity. Langston University also enriches the quality of life on campus and 
throughout the surrounding region with a variety of activities such as fine and performing 
arts, athletics, continuing education, distance learning, and community service that 
celebrate diversity. The university has a tradition of celebrating diversity by hosting a spring 
multicultural program each year. The School of Nursing and Health Professions sponsors the 
tri-campus multicultural event, which exemplifies the magnitude of diversity on the Langston 
campuses, within the student body, the administration, the faculty, and the staff.
The institutional history and mission address diversity in several ways. Langston 
University has a diversity plan whose goals include the (1) recruitment and retention of a 
diverse faculty and staff, (2) recruitment of diverse students and candidates, (3) retention 
of diverse candidates, and (4) enhancement of education curriculum to support diversity 
and diverse perspectives. The unit’s conceptual framework is rooted in proficiencies 
related to diversity.
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The proficiencies related to diversity that candidates are expected to develop and 
demonstrate are the core values of the institution and the proficiencies in the conceptual 
framework, which are in every course syllabus given to the candidates. The conceptual 
framework delineates the knowledge, skills, and dispositions concerning diversity that 
are expected from the candidates. Candidates must understand and use various teaching 
strategies to accommodate diverse populations of students. Candidates must understand 
other cultures and their impact on student learning. In addition, candidates are expected 
to develop and demonstrate core values directly related to diversity, namely: 
Strong work ethic and dedication. We are united in our dedication to 
working as hard and as long as necessary in order to realize our vision 
of developing creative solutions to the problems facing underserved 
populations in Oklahoma, the nation, and the world.
Appreciation of difference. We believe firmly that everyone must be 
respected and that there is always more than one way to consider 
any issue. We value diversity of opinions, ideas, ideals, cultures, and 
perspectives.
Commitment to fundamental human rights. We value the right of every 
human being to enjoy freedom, respect, and the opportunity to realize his 
or her potential.
The School of Education and Behavioral Sciences has a diversity plan that recognizes 
the differences in people, such as race, ethnicity, culture, national origin, gender, sexual 
orientation, socioeconomic status, age, physical abilities, religious beliefs, political beliefs, 
and other ideologies and person values. Diversity has always been an area of emphasis in the 
school and remains in the forefront of unit awareness in the design, development, writing, 
and implementing of unit goals. Langston University has emphasized the importance of 
increasing annual diversity in its hiring practices and recruitment of students.
The goal of the unit is to encourage, value, and promote a diverse community of 
students, staff, and faculty in the college. The suggested strategy for this goal is that the 
School of Education will seek to attract a diverse faculty, staff, and student population. 
The suggested actions for this goal are: (a) The school will offer scholarships to attract 
and retain students of diverse backgrounds; (b) Department and search chairs will adhere 
to recommendations outlined by the Affirmative Action Office to identify and recruit 
minority candidates and follow the affirmative recruitment procedures and position 
check lists for administrative faculty and classified staff positions; c) The school will 
review starting salary for new faculty and staff to identify any gaps related to gender or 
race and develop strategies for addressing any gender-related or race-related variances;  
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and d) The dean will maintain a general pool of funds to supplement offers to qualified 
faculty in cases in which departments need to construct a competitive offer through 
incentives in addition to salary.
Another strategy of the diversity plan is to promote and increase opportunities for study 
abroad experiences for all students, including those who are economically disadvantaged 
or members of underrepresented groups. The suggested actions for the strategy is that 
the School of Education will collaborate with the university center for International 
Development. Langston University students will engage in hands-on activities and research 
gathering on people throughout the world. Langston University education majors should 
earn academic credit by studying in Africa, Caribbean, Mexico, etc. Langston University 
faculty should be encouraged and supported in teaching international courses abroad.
Why is addressing diversity at HBCUs and other universities necessary  
and challenging?
Addressing diversity at HBCUs and other universities is important and necessary because 
America’s classrooms are becoming increasingly diverse. More than 40 percent of students 
in P–12 classrooms are students of color. Twenty percent of students have at least one 
foreign-born parent, many with native languages other than English and from diverse 
religious and cultural backgrounds. Growing numbers of students are classified as having 
disabilities. At the same time, teachers of color are less than 20 percent of the teaching 
force. As a result, most P–12 students do not have the opportunity to benefit from a 
diverse teaching force (Cockrel et al. 1999).
Therefore, all teacher candidates at HBCUs and other universities must develop 
proficiencies for working effectively with P–12 students and families from diverse 
populations and with exceptionalities to ensure that all students learn. Regardless 
of whether they live in areas with great diversity, candidates in HBCUs and other 
universities must develop knowledge of diversity in the United States and the world, 
and professional dispositions that respect and value differences, and skills for working 
with diverse populations. Candidates in HBCUs and other universities should provide 
opportunities for candidates to understand diversity and equity in the teaching and 
learning process. Course work, field experiences, and clinical practice must be designed 
to help candidates in all universities to understand the influence of culture on education 
and acquire the ability to develop meaningful learning experiences for all students. 
Candidates learn about exceptionalities and inclusion, English language learners and 
language acquisition, ethnic/racial cultural and linguistic differences, and gender 
differences, and the impact of these factors on learning.
In HBCUs and other universities, diversity is addressed in the curriculum at the initial 
and advanced levels in the professional education courses. All candidates complete courses 
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in their program of study specifically developed for addressing issues of diversity. This is 
important because the courses and experiences offered by universities should contribute 
to candidates’ ability to help all students learn. The candidates in HBCUs and other 
universities have many opportunities to demonstrate an understanding of diversity in their 
field experiences. Field experiences allow candidates to apply and reflect on their content, 
professional, and pedagogical knowledge, skills, and professional dispositions in a variety 
of settings with students and adults. Both field experiences and clinical practice extend the 
unit’s conceptual framework into practice through modeling by clinical faculty and well-
designed opportunities to learn through doing. The importance of this is that during clinical 
practice, candidate learning is integrated into the school program and into teaching practice. 
Candidates observe and are observed by others. They interact with teachers, families of 
students, administrators, college or university supervisors, and other interns about their 
practice regularly and continually. Also important is that the experiences help candidates 
confront issues of diversity that affect teaching and P–12 student learning and develop 
strategies for improving P–12 student learning and candidates’ effectiveness as teachers.
According to Cortes (1981) the density of diversity is a reality in the 21st century, 
one that cannot be ignored. At the national level, the U.S. population is becoming 
increasingly diverse along many dimensions, including ethnicity. On a global scale, 
interdependence is a major characteristic of relationships among nations and peoples of 
the world. Candidates’ knowledge of and attitudes toward people in other parts of the 
world have greater implications than ever. 
Moreover, as students from all ethnic groups find themselves in classrooms with 
students whose backgrounds are considerably different from their own, “global 
understanding and intercultural sensitivity attain growing significance here at home as 
well as in our relations with the rest of the world” (Cortes & Fleming 1986).
Some of the challenges are placement of candidates in diverse P–12 schools. NCATE 
requires field experiences or clinical practice to occur in settings with students from 
diverse ethnic, racial, gender, socioeconomic, and exceptional groups. This is difficult to 
achieve for most schools. Likewise not all institutions have diverse faculty. Most schools 
find it difficult to hire diverse faculty. NCATE requires candidates interact with school, 
unit, and other faculty from diverse ethnic, racial, and gender groups. This is difficult to 
achieve for most schools.
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